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Enlaces in Reflections and (Re)memberings as
Latina Border Crossers: Journeys of Childhood and
Professional Un/Welcomings
Ana Carolina Díaz Beltrán, Paty Abril-Gonzalez, Cinthya Saavedra, and Michelle Salazar Pérez
We are humbled to be part of this special issue honoring the life work of Jonathan Silin. His scholarship
and activism have opened spaces for future generations, like our own, to share our testimonios. We are
straddling between being former early childhood teachers and current teacher educators—between our
profe lives and our everyday lived experiences as Latina border crossers. Testimonios, which we engage
in for this piece, have herstorically captured intimate tellings that connect individual struggles and
strengths to the larger collective (Delgado Bernal, Burciaga, & Flores Carmona, 2012; Latina Feminist
Group, 2001). It is in these testimonios that women of color (and in our case, Latina) scholars have felt
hospitality and welcoming. Although our tellings may be painful to write and read, Lorde (1984) and
Anzaldúa (1987) remind us that we must write for survival and tell our stories in our own words. In that
way, we acknowledge the deep intergenerational wounds felt by Latinx peoples and Black, Indigenous,
and People of Color (BIPOC), while providing a means for conocimiento/healing.
The testimonios we share are intimately tied to the special issue’s theme, touching upon layers of
welcoming and hospitality. To provide insight, Cinthya and Michelle came to this writing space
as mujeres who have supported each other through a sisterhood for over 15 years. They met when
Michelle was in graduate studies and Cinthya was early career faculty and immediately found a sense
of welcoming and hospitality in each other. They shared interests in women of color feminisms and
how these ways of knowing and being can inspire anti-oppressive and anti-colonial imaginaries in
early childhood studies. This sisterhood has guided Michelle and Cinthya through the ups and downs
of life, generating lessons and reflections as teacher educators and scholars of color. They have been
honored and delighted to meet and welcome (and be welcomed by) new Latina colegas, Ana and Paty,
co-collaborators of this piece. It gives us all great joy and hope to work together, share and learn new
insights, and suggest recommendations for the future of early childhood education and care, particularly
by centering culturally sustaining praxis to support historically minoritized children.
We begin by briefly describing the genre of testimonios. Then Michelle and Cinthya share their
testimonios, providing a bird’s-eye view into their early childhood educational experiences with
linguicide, the invisibility of schooling, and be/longings. They share their experiences as teacher
educators and scholars in a field that has been historically whitewashed, both in how the field was
conceptualized and the knowledge that shapes it (Pérez & Saavedra, 2017). Next, Ana and Paty share
their testimonios and (re)memberings as border crossers from the Global South in Colombia (Ana) and
back and forth from Mexico to the United States (Paty). Their testimonios are situated as reflections
spurred through reading Michelle and Cinthya’s testimonios. We welcome you as readers to find enlaces,
joining us in further contemplating, (re)membering, and reflecting upon new possibilities for welcomings
and hospitality in early childhood education and care.
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TESTIMONIOS
Testimonios are likely most recognized as a literary genre in Latin America (Beverley, 2005), as well as
part of the US Chicanx and Latinx experience. According to Blackmer Reyes and Curry Rodríguez (2012),
testimonios are part of a long tradition of “reflexive narratives of liberation used by people throughout
the world” (p. 525). Sharing one’s story can be a powerful experience and a way to find solidarity with
Others, in addition to being transformative and healing.
Testimonios are a cultural way to express experiences of oppression and marginalization, as well as pass
down consejos. More recently, testimonios are a Chicana/Latina pedagogical and methodological tool for
critical qualitative research. In fact, Delgado Bernal, Burciaga, and Flores Carmona (2012) point to the
proliferation of testimonios scholarship in the field of education. For many, testimonios help to connect
the “I” with the collective “we” in the struggle against oppression (Elenes, 2000).
The power of testimonios is clear in Telling to Live: Latina Feminist Testimonios (Latina Feminist Group,
2011), a groundbreaking work that highlights the plight of Latinas of diverse backgrounds in higher
education. Although the mujeres who share their testimonios are privileged in some ways (e.g., being on
the journey to higher education), their privilege is complicated by intersectional identity markers, such
as class, race, sexuality, ethnicity, and language. Thus, testimonios are embodied experiences (Saavedra,
2019) that must come to light through speaking or writing. Testimonios are stories from within that
serve to produce knowledge about our lives as physical, metaphorical, and spiritual border crossers and
about our struggles and navigations through oppressive systems.
Testimonios are also pedagogical tools used as learning and teaching approaches, passing down consejos
and stories from our communities and our families, transmitting important cultural herramientas to
navigate and maneuver oppression and life in general (Delgado Bernal, et al., 2012). They are political
and personal. As we see it, testimonios serve to reflect, mediate, and heal the wounds that run deep
due to tragedy and oppression. They are also a testament of our sobrevivencia. In many ways, they’re
a retelling or putting ourselves back together like Coyolxauhqui, the Aztec moon goddess who was cut
up into pieces by her brother Huitzilopochtli, the Aztec sun and war god. Anzaldúa (2002) retells this
patriarchal myth to make Coyolxauhqui a symbol who “personifies the wish to repair and heal…and with
intelligence, imagination, and grace, solve your problems and create intercultural communities” (p 563).
Testimonios have the potential to heal and be personally and collectively transformative.

MICHELLE Y CINTHYA POSITIONALITY TESTIMONIOS
Michelle: To look back on my childhood educational experiences, I must start from the present, since
our present-day lives are always connected to our pasts (Anzaldúa, 1987). I’ve recently returned to Tejas,
to lands that have historically belonged to Indigenous peoples, but who’ve had their territories and
livelihoods stolen and colonized.1 Tejas is now home to Latinx, Black, and Indigenous Peoples; Other
People of Color; and those with White-European settler-colonial heritages (the majority of the state
population). Within the current Tejas terrain, some have found solace, struggle, and healing through
1	The Committee on Land Acknowledgment and the Program in Native American and Indigenous Studies (NAIS) at the
University of Texas at Austin have written the following land acknowledgement: We would like to acknowledge that
we are meeting on Indigenous land. Moreover, we would like to acknowledge and pay our respects to the Carrizo and
Comecrudo, Coahuiltecan, Caddo, Tonkawa, Comanche, Lipan Apache, Alabama-Coushatta, Kickapoo, Tigua Pueblo, and
all the American Indian and Indigenous Peoples and communities who have been or have become a part of these lands
and territories in Texas, here on Turtle Island.
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Anzaldúa’s notion of mestizaje, or “a consciousness of the Borderlands” where a “hybrid progeny”
conflates “racial, ideological, cultural, and biological cross-pollinization” (Anzaldúa, 1987, as cited in
E. Pérez, 1999, p. 25).
Returning to Tejas after many years away has resurfaced many contradictions and un/welcomings from
my early years. Professional and personal life journeys have been guided by these beginnings, and
therefore, my past is enmeshed in my present-day knowings, as corporeal and spiritual
(re)membrances of violence that also provide sustenance, healing, peace, love, and hope. My past
familial and educational experiences growing up in Tejas have also been the backdrop for contemplation
about how the field of early childhood education might move forward towards anti-racist, culturally
sustaining praxis for young children with minoritized identities.
Through my Chicana/Latina identity, with which I most identify, and mixed-raced, White identity and
Black heritages, my family and I have lived experiences of both trauma and privilege that aren’t neatly
compartmentalized (Saavedra & Perez, 2012). And while I physically crossed the Tejas/Matamoros
and Reynosa borders regularly during my childhood, I was born in San Antonio, lived in Brownsville
briefly, and then spent most of my childhood in Corpus Christi. Therefore, the childhood and profe
testimonios I share are metaphorical border crossings and based upon my early childhood educational
and professional experiences in the United States. My testimonios reflect a closeness to what Anzaldúa
has expressed as being “a border woman” (Anzaldúa, 2007, p. 19). Intergenerationally, I am/we are
constantly straddling metaphorical, metaphysical, and physical borders, both privileging and oppressing
us. I am both colonizer and colonized (Collins, 2008). I feel a sisterhood with Anzaldúa (2007) when she
writes, “It’s not a comfortable territory to live in, this place of contradictions” (p. 19).
Cinthya: I live in the intersections of language, identity, and race. I often struggle with claiming one
identity or another. My experiences as a first-generation immigrant from Central America and being
part of a mostly Mexican American community in Tejas adds complicated layers. I can’t really claim
Nicaraguan American when there was no constant and vibrant connection and community in Tejas of
Nicaraguans. So here I am, in the literal and metaphorical borderlands of identity (Anzaldúa, 1987). I
have a complicated past as someone born into ethnic and linguistic privilege in Nicaragua but who is
now an ethnic minoritized mujer in the US—one who is very light skinned, born on stolen lands, and who
migrated to another stolen land.
When I read Borderlands/La Frontera (Anzaldúa,1987), all of this
uneasy existence was validated. No resolution occurred, yet I began to
understand what it meant to embody hybridity, transnationality, and to
be a border crosser. I understood that I was part of a Central American
diaspora. I was displaced as a little girl from a war-torn country into
another country that is also wounded and brutalized by 500 years of
colonization. I come back to hybridity and transnationality and the
comfort these words provide me. Hybridity has no one thing that
dominates. Transnationality is beyond nation-state. Border crosser
means that I can’t really pull out the Nicaraguan “American” and
Mexican American influences. I’m not sure I really want to.
Gloria Anzaldúa, photo by Robert Giard,
used with permission of Jonathan Silin
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Anzaldúa has given me the inspiration to find comfort in the ambiguity and uncertainty of being. I am
reminded of a question asked of me when traveling deep in the heart of Mexico, “Y tu que eres?” Wasn’t
it obvious that I was “Latina”? I realized that identity is constantly shifting, never constant. “Latina”
did not satisfy the person asking the question. She really didn’t know what that meant. And I realized
I don’t either. It might mean something only in the US, with its insidious categorizing. There is no one
word to describe me. And I’m okay with that. Labels box us in or, as Anzaldúa says, “Who, me, confused?
Ambivalent? Not so. Only your labels split me” (2009, p. 46).

MICHELLE Y CINTHYA’S TESTIMONIOS ON LINGUISTIC TERRORISM, THE INVISIBILITY OF
SCHOOLING, AND CHILDHOOD (BE)LONGINGS
Michelle: My early educational experiences in the 1980s were in many ways influenced by my mom’s
experiences growing up in San Antonio in the 1950s and 1960s. My mom’s schools and teachers were
un/welcoming to languages outside of the English of the ruling class and to any culture that didn’t fit
the white-streamed curriculums and philosophies that guided and continue to encompass early years’
education. As a child, my mom was regularly punished for speaking Spanish2 and shamed for embodying
or exhibiting any aspects of her Latina heritage. Others from this generation have shared similar painful
stories of being forced to take mandatory accent reduction courses during their childhood in Tejas.
With Spanish as my mom’s first language, going to school in San Antonio meant being unaffirmed, not
only by institutional and everyday language oppression, but also by intersectional (Crenshaw, 1991;
Collins, 2008), racialized, gender, and class oppressions. As Anzaldúa (2007) explains, “if you want to
really hurt me, talk badly about my language. Ethnic identity is twin skin to linguistic identity—I am my
language. Until I can take pride in my language, I cannot take pride in myself” (p. 81).
Such all-encompassing “linguistic terrorism” (Anzaludúa, 2007, p. 80) takes a toll on a child and a
community’s spirit and fortitude to resist the stripping away of language and culture. It produces a state
of being and un/welcoming that continues to permeate future generations like mine, causing irreparable
damage to our cultures, languages, and herstories of our elders and ancestors (Ndimande, forthcoming).
Importantly, many Indigenous scholars and scholars of color have contributed their life’s work to
unveiling how education has been used as a colonial tool that persists in contemporary educational
contexts all over the world (Nxumalo & Cedillo, 2017; Pacini-Ketchabaw & Taylor, 2015; Skerrett, 2017;
Viruru, 2001).
My mom’s childhood experiences in Tejas are intimately intertwined with mine, a sort of
intergenerational entanglement. When my mom had her two children, she intuitively knew—at a cellular
level—from her own childhood experiences that our language and cultural ways of being and knowing
and maintaining connections to them would not be valued in schools. And she was right. I had close
connections to friends of color in my early childhood years. But living in a city just three hours from the
Mexico/US border, I have little memory of school life being connected to my Latina heritage or affirming
my mom’s first language—preventing her from feeling comfortable to pass Spanish on to her daughters.
What are the consequences of this form of un/welcoming?
Cinthya: I was invisible during my schooling experience in the US. And because of this, I intensified this
invisibility and hid my cultural heritage and language (Saavedra, 2011). I stored them away and began
2	I write this with the acknowledgment that Spanish is a colonizing language in many Latin American countries, erasing
important Indigenous languages, cultures, and knowledges.
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a process of quickly assimilating. Before I knew it, the English language took over and strong ties to my
culture were severed. I didn’t know it then but denying these parts of myself sped up the assimilation
process. Yet, something happens, and before you know it, roots start calling you home.
Slowly, what is very private wants to burst out and be known. This happened to me during my late
teens and early 20s. I realized I no longer could hide half of myself and I needed to reclaim and grapple
with duality and the messiness of identity. Dancing helped me to connect to my old and new roots. I
made Puerto Rican friends in college, and going salsa dancing with them was a reminder of a world that
resembled my early years in Nicaragua and Honduras. I longed to be reconnected to that world.
Becoming comfortable with, and proud of, being bicultural and bilingual was not fostered in schools.
It was fostered in relationships with people who were proud to be Puerto Riqueñas/os. It’s infectious
to be around people showing pride and acceptance of who they are. After that, I saw my education
in a new light. When I went to graduate school, I opted for a master’s degree in bilingual education,
recognizing that school is often the first place where millions of children have their language subtracted
(Valenzuela, 1999) and where they become vivisected from their precious relationships with culture and
language. I wanted to address this immense injustice and brutal colonizing tool.
Graduate school was somewhat more sensitive, especially in my courses dealing with diversity. Yet
even here, there was an indifference to epistemological and theoretical perspectives that stem from
marginalized and oppressed peoples—Brown and Black lives. There was no body, soul, or homeland. This
led me to gravitate to Chicana feminism. My reading of Dolores Delgado Bernal and colegas, Cindy Cruz,
C. Alejandra Elenes, and Sofia Villenas, was a lifeline. For the first time, I understood how powerful and
complicated our communities of color are (Villenas & Moreno, 2001). I saw tremendous survival skills,
as well as the capacity to draw from our families and communities to contribute to theory, methodology,
and pedagogy. I never looked back.
Michelle: I had an awful relationship with reading in my early years and throughout my childhood that
lasted well into my adulthood. I truly loathed the exercise. Upon reflection, I wonder if this disdain had
anything to do with a lack of connection I felt to the content of books I was required to read. It wasn’t
that I didn’t like books; I was fascinated (and still am) by the sheer volume of written words, part of
endless aisles of books in libraries on countless subject matters, too many for one to read in a lifetime.
My love for the concept of books and storytelling (but not reading), summons one of my fondest
memories—of Ms. Sánchez, my elementary school librarian. She was one of very few Latina teachers
I had through high school, college, and graduate studies. When I got into trouble, which happened on
occasion, I would be sent to the library to be supervised by Ms. Sánchez. My teachers and principal
required me to write lines as a punishment: “One hundred times, you’ll write, ‘I will not [insert
unacceptable behavior].’ ” No wonder I’ve struggled with writing in my later years.
Writing lines was never a fun or exciting endeavor, but when I was finished, I got to help Ms. Sánchez.
She tasked me with putting away books, and, as I made my way through the stacks in our school library,
it was obvious that what was available to read rarely reflected my Latina heritage. Culturally responsive
children’s literature was not common in schools in the 1980s—and unfortunately, much work still needs
to be done to center Other people’s her/histories (Dávila & Souza, 2013). I knew Ms. Sánchez respected
me, always asking, “¿Cómo estás Michelle, how’s your mom doing?” I felt at home with Ms. Sánchez. As
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I write this, I feel a swell of emotion and gratitude for her, for the care she provided on so many levels
without her even knowing how much it meant and still means to me.
I and many people of color have had to unlearn hegemonic knowledges coming from colonial and racist
educational systems (hooks, 2010). From women of color theorizing, I and Others have found a home
(Saavedra & Pérez, 2012). Cheruvu and colleagues (2014) and Bryan and Milton Williams (2017) have
written about the importance of diversifying our educator workforce and elevating teachers of color—not
as vehicles to reify white-streamed education (which many have had to do to survive), but to transform
how children of color experience early childhood education. Women of color-embodied approaches
to early childhood education (Rideaux & Perez, 2019) have completely changed and expanded the
possibilities to conceptualize curriculum and pedagogy. They have also transformed how children, who
are minoritized are viewed, not as deficit or disconnected from our heritages, but as brilliant and capable
(Ladson-Billings, 2009; Muhammad, 2020).

CINTHYA Y MICHELLE’S PROFESSIONAL UN/WELCOMINGS
Cinthya: Being a Latina interested in social justice issues in academia has been a complex journey.
Starting from the fact that I have centered Chicana/Latina feminisms in my teaching and research, my
academic journey has been a space in which I have to keep trying to fit in, as well as justify my existence.
I think I fit the call for diversifying faculty or membership in professional academic organizations. What
I have come to realize is that academic institutions and organizations love the physical diversity people
of color bring. We are a check mark on the list of “make sure to have so as not to look bad.” However,
when people with this check mark try to challenge sacred conventions of research, epistemology,
methodology, and research, the welcoming quickly fades. The welcome and acceptance are unveiled for
what they are—a shallow understanding of diversity and a weak attempt at inclusion.
Academic institutions and organizations hold onto dominant theories and beliefs because people who
maintain these views do not want to seem obsolete. They think that if their conception of research,
theory, or methodology is challenged, they will be irrelevant. Yet when we bring up new approaches
based on people of color epistemologies in order to be accepted to present to a professional organization
or publish in a journal, we must tie our work and ourselves to dominant theories and beliefs. But this
never happens the other way around. Conversations with colegas like Mónica González Ybarra and Grace
Player have made me realize that I will no longer let these institutions tell me how to present my work. I
push back so that using Gloria Anzaldúa as a stand-alone theorist is perfectly fine, in the same way that
White people can use just Deleuze (or insert another White man or woman).
When Michelle and I get to host and be program chairs of a conference and attempt to center women
of color scholars and work, the whispers come back that there was too much focus on race—oblivious
to how race shapes the lives of White, Black, and Brown peoples. Or when White women conference
attendees ask me to bring them water as if I were some sort of personal assistant to them, I realize these
spaces are not for me. Not because I don’t belong, but out of pure self-preservation. What has made these
journeys more palatable, encouraging, and inspiring have been my colegas y amigas and, of course,
amazing White allies. My own spiritual journey has also aided me and allows me to see these acts of
aggression from different angles. It lessens my antagonistic energy in hopes of moving towards postoppositional politics and consciousness (Keating, 2013).
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Michelle y Cinthya: We can understand how early childhood educators of color resist pursuing
associate or bachelor degrees, to study at the graduate level, or to seek membership or leadership
positions in historically White professional organizations. Thinking back on our time as students in
higher education (Saavedra & Pérez, 2012) and learning about the often traumatizing experiences of
students of color enrolled in teacher education and graduate programs over the years (Lucero, Araujo, &
Pérez, 2020), we and our students are troubled about not being represented in the research or theoretical
perspectives that guide early childhood studies. When we are represented, it’s often to explain how to fix
us. So many students in our programs ask, “Why are we just now learning about Chicana feminism and
Black feminist thought?”
There is a push to “professionalize” the child care workforce, which is comprised of 40 percent women
of color in the US (Austin, Edwards, Chávez, & Whitebook, 2019) and who are the majority of early
childhood professionals in a border state like New Mexico (New Mexico Early Childhood Development
Partnership, 2020). As teacher educators, we’re determined to make undergraduate and graduate studies
a more welcoming space for educators and future researchers of color. We’ve made concerted efforts to
teach from and through minoritized positionalities, so that students see themselves in the curriculum
and are encouraged and inspired to change whitewashed approaches to early childhood education and
care (Pérez & Saavedra, 2017; Saavedra & Pérez, 2018). We know these efforts can’t be made alone—an
important reason why we’ve formed a strong bond and sisterhood, a comunidad.
While at times we’ve felt unwelcomed by our profession, whether as students, educators, faculty, or
researchers, we’ve also found collective healing in working through our wounds together and with
incoming generations of educators, teacher educators, and scholars, such as Ana and Paty. We also need
what Bettina Love (2019) describes as co-conspirators who are instrumental to structural and everyday
transformative praxis.
The complexities of welcomings must be acknowledged in order to avoid inducing arbitrary approaches
to diversifying the many strands of our field. Power and privilege afforded to us (ourselves included)
through the intersectional aspects of our identities must be forfeited—and a willingness to learn and
make room to evolve in multiple directions must be central to our efforts. In our contemporary times,
we’ve seen new her/their/histories of resistance unfolding before our eyes. So, in this moment, we
believe and have hope that change is possible.

ANA Y PATY’S REFLECTIONS AND (RE)MEMBERINGS
When our mothers sit down to crochet and knit, they “enredan pensamientos” (Ana’s mom’s words) y
“tejen oraciones, imaginación, y sentimientos” (Paty’s mom’s words) into every fiber of their weavings.
They have simple herramientas—hilo y aguja—to weave unlimited and complicated strands or cadenetas,
evolving into the multiple directions and possibilities that Michelle and Cinthya present.
Grounded in our own mother’s theorization of knitting and Chicana feminist notions of testimonios, we
counter oversimplifications of children’s experiences by enlacing our own reflections and
(re)memberings alongside those of Michelle and Cinthya. Tejemos juntas our stories, finding “solidarity
with Others,” sharing “transformative and healing” conocimientos y consejos. As we read and respond
to Michelle and Cinthya’s testimonios, we appreciate the simple yet complicated power and privilege
of stitching our experiences into broader narratives of US injustice as “border women” (Anzaldúa,
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2007). Although our experiences are unique and individual, we carry within us a collective heart of
our identities—connected to our families, culture, and language—and crossing geographical, physical,
metaphorical, linguistic, and spiritual borders.

LOS AGUJEROS
As Michelle and Cinthya state, we’ve personally felt these tensions from un/welcomings in education,
from our earliest memories as young children, through our journey to adulthood, and as teachers and
researchers. We have experienced subtractive schooling tied to the same corrupt, oppressive system
functioning to disconnect us from essential deep-rooted aspects of who we are (Valenzuela, 1999). The
system attempts to unravel our communities, our families, our relationships, and our love of our culture
and language, creating agujeros or holes in our bodies, minds, spirits, and psyches.
Ana shares schooling experiences centering Western ways of knowing, aspirations to become another,
and complicated experiences of becoming a perpetual foreigner. Paty describes border-crossing
un/welcomings while growing up bilingual in Colorado and regaining a sense of self through teaching.
We share our cadenetas, only a first chain stitch of our testimonios, and then pull together our separate
pieces, filling agujeros; it’s that simple and that complicated.
Ana: As a Colombian blanca or light-skinned Mestiza far from experiencing racial, ethnic, or linguistic
marginalization, I’ve experienced the privileges of occupying social locations that were centered and
normalized. Yet, at my private bilingual school in Colombia, the Global South was often presented as
deficient, underdeveloped, backwards—the Third World. My identity as an educated woman was formed
by learning European languages and reading Western literature, dismissing Black, Indigenous, Creole,
and Rom languages and epistemologies. Aspirations to leave the country were nurtured early on in my
schooling, teaching me to ignore the value of people, places, and knowledges as possible futures.
Being in the United States away from family in Colombia has been very hard. In my interactions with
Latinx youths in the US, I have learned how anti-immigrant rhetoric places us in different precarious
positions, always reifying that we will never be enough. For the youths, questions about origin that
seem harmless to others are weaponized in public discourse, in the media, and at school. “Where are you
from?” becomes a loaded question that doubts belonging, threatens the right to be, and silences inquiries
about identity. I explicitly remember one of the youths asking, “How do you call people who have been
around some Spanish but can’t speak it?”
I am constantly waiting for visa documents, affecting my ability to sign work contracts and rental leases
on time, forcing me to move almost every year. I grapple with the tensions and contradictions of being
a foreigner and the privilege of being a faculty member at a major research university. I move across
pensamientos and questions, across borders of privilege, xenophobia, bilingualism, and across being a
perpetual foreigner.
Paty: US-born to Mexican parents, I moved back and forth across the border until age 5. Similar to the
experiences of Michelle and her mother, I encountered un/welcomings in Colorado. I have recuerdos
of teachers reprimanding my Spanish speaking, and students mocking the pronunciation of my name.
Except for a cartoon Mexican rat that shared my name, I had no positive cultural and linguistic role
models at school. I didn’t feel reflected in the curriculum. I was constantly shifting my identity, growing
the chasms between home and school. Marching to school to correct these un/welcomings, my Mexican
mother advocated for me more than once, unfortunately inciting more embarrassing taunts from peers.
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Like Cinthya, I hid in my light skin, erasing my Mexican culture and language at school. Although
it lessened hurts, it created holes in my identity. Elevating my English, and through my Whiteness, I
became the preferred Mexican at school. Tracked into honors classes, with educational access, I enrolled
as an undergraduate at the University of Colorado. For the first time, I had Latina role models, one a
bilingual educator. By honoring my Mexican identity and bilingualism, these Latinas helped me bridge
communities with others. Because they saw me, I was inspired to become a bilingual teacher myself,
with hopes of seeing my future students.

ANA Y PATY KNITTING TOGETHER
Meditating on the future, our moms’ knittings are moments of imagination as they weave warmth,
protection, love, and care for the people and children receiving their woven creations. In our
testimonios, teachers, friends, authors, and institutionalized multicultural spaces helped us fill and pull
together agujeros unraveled by subtractive schooling. We continue filling holes, knitting lifelines of
protective survival skills, epistemological and theoretical perspectives. Tejemos juntas to provide love,
support, and care for our students, our colleagues, and for other mujeres in our present and future.
Ana: I was first aware that I was read as a person of color in graduate school. This allowed me to join a
dynamic community that purposefully disrupted Whiteness at a predominantly White institution (PWI).
We organized public events, encouraged critical dialogues at the Office of Multicultural Programs, and
read and referenced BIPOC authors in our own work. New cadenetas were created with conocimientos
that I spent my entire schooling cutting away from. These experiences made me confront my early
aspirations to be White. I learned about historical anti-Black and anti-Indigenous stances associated
with a mestizo identity, and raised questions about adopting a Brown identity without questioning my
relationships with Black and Indigenous communities back home.
Paty: Teaching in the district where I learned English, I worked with Latinx bi/multilingual students.
Reflecting on and (re)membering my experiences as a child, I established a welcoming classroom
community, where no student had to renegotiate identities across home and school. Instead, they could
feel pride for their culture and languages or when parents came in to advocate for them. Each year,
we shared similarities and differences, countering the invisibility I felt as a young girl. I amplified the
visibility of my students’ and their families’ unique stories, filling holes in my heart.
This coming together to honor our identities came with challenges, as our lived experiences as Latinx
students and their teacher were at odds with pressures of standards and exams. This need to desperately
shift education brought me to research, becoming a comadre with other Chicana Latina scholars. As
we share testimonios of subtraction and erasure, we create and gain community by weaving together
stitches for collective healing.

COLLECTIVE ENLACES
Con un hilo y una aguja, our mothers and communities weave metaphorical blankets, chales, sweaters,
and manteles out of essential herramientas. In the simplest way, the caring people in each of our stories
have created endless possibilities of welcomings, manifested in hospitality and gestures, making us feel
that we belong. By inviting us to dance, asking us how we are doing, and creating a warm gathering
place, our communities have crafted the world, countering experiences of exclusion that we constantly
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negotiate. Coming from their own conocimientos and experiences, our communities have had the
intuition of what we’ve needed.
We are guided by these collective metaphors of simple tools—agujas e hilo—and the Coyolxauhqui
imperative to knit together, to repair and heal. We are also guided by the caring people who did
not question our presence, but, on the contrary, desired to learn more about us and with us became
ejemplos to follow. Together, we have found ways to collaborate, through our individual and collective
lived experiences and through authors who have talked back/made faces (Anzaldúa, 1990) to deficit
perspectives. Although these gestures seem simple, these essential tools stem from a complex wealth of
knowing how to tejer relationships of respect, have the will to communicate and connect with Others,
and understand how to create possibilities as difficult circumstances present themselves.
It is in our curiosities and hospitality (stemming from our communities) where we meet Others’ needs
and make sure they are fulfilled—finding simple ways to ensure we belong, filling holes, utilizing
resources for the collective good, and learning how we can co-create and contribute. Some days we will
be cared for and some days we will care for Others.
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